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 'P§é§etviée Teachers' Perspectives Tawsrd Secondary Séciai Stuﬂiés Education
‘ INTRODHGTION
, A review of research on teacher education tamplegéd by Fuller and Bown
(1975) concluded that, "despite the need for theory building and
conceptualization of the processes of change during teacher preparation,
adéqﬁaté theories are still not évailsble“ (p. 41). The major reason
usually aited far this inadequacy is that too little is known about what
- a:tually goes on during teacher preparaticn (Fuller & Bown, 1975; Feiman-
Nemser, 1983@ Zeichner & Tabachnick, 1981). This shortcoming is being
‘addressed by a relatively new line of research on the process of be;aming a
teacher——the study of teacher perspectives.

Invgstiga;icua into the process of becoming a teacher should have a
dual focus, including both the context of learning to teach and the
teachers' perceptions of that task (Fuller & Bown, 1975). The elements of
the context include: peers, teacher educators, cooperating teachers,
pupils, characteristics of preservice teachers, énd institutional settings.
As a result of their apprenticeship of observation as pupils, the values,
attitudes, ‘and milieu associated with teaching are not new to prospective
teachers. To become a teacher, then, does not require the acquisition of
previously unknown values as much as it requires a change in the
individual's own relationship to the classroom situation (Lacey, 1977).
This process of change' is illustrated by the development of teacher
perspectives, which are the meanings and interpretations that teachers give
to their work and their work situation (Adler, 1984).

The construct of "perspectives" was first developed by Becker, Geer,
'Hughes. and Strauss (1961) in a study of socialization into the medical

‘profession., Adler (1984) described perspectives as,. "the operational
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philesnphy develuped out of experiences in the 1mmediete and dietent past,
and applied to speeifie situacione“ (p. 14) An individual's perspective
may be viewed as hie or her underlying rationale or theary of action.
Teacher pefepeetivee, then, take into account a broad range of factors,
including Ehe Eeeehee’e background, beliefs, assumptions, the context of
the eiaeefeem and the school, how these elements are interpreted, and the
interpretations' influence on the teacher's actions. |

Several studies have been conducted that rely iﬁ whole or in part on
the investigation of teacher perspectives (e.g., Adler, 1984: Goodman &
Adler, 1985; Tabachnick, Popkewitz, & Zeichner, 1979-1980; Zeichner &
vIebaehniek, 1985) and while the body of work is small, it is growing.
Among other things, these studies have illustrated that the development of
specific perspectives is related to individual's biography, university
teacher education programs, and the characteristics of classrooms and
schools used in early field experiences and student teaching. This paper
presents a descriptive analysis of preservice secondary social studies
teachers' perspectives toward teeehigg in general and social studies
education in particular, While most previous studies of teacher

perspective development have examined elementary teachers, this study

METHODS AND DATA SOURCES
Because this study explered individual teacher perepeetives, the
researcher believed it was necessary to use a methodology that allowed for
the incorporation of the ideas, actions, thoughts, and feelings of the
participants themselves as the major focus of the inquiry. ansiderlng the
purpose of the study, the naturalistic research paradigm (Lincoln & Gube,

1985) provided the most appropriate framework for the d2sign of the

4
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Hinqﬁiry-w7Ffévious research regarding professional socialization and the

development of perspectives has demnnstratedktha; qualitétive research
methods and a naturalistic theoretical per3pe:tive'alla§ unanticipated
phenomena to be investigated as Ehey emerge (Friebus, 1977).

,kStudehts ﬁajoring in social studies education at a large midwestern

publi¢ university during 1984-85 were the focus of the study. Twenty-five

students representing each of the four major phases of the teacher

education pragfam at the university were selected to participated in the
stuﬂy; The sample included students from: (a) the freshman early field
é:éefiéﬁéé program, (b) the sophomore level professional introduction to
eduta;iéﬁ pfagfam, (c) the senior level secondary social studies methods
courses, and (d) student teaching. Four students were selected to
participate in a pilot study while the remainder participated in the
primary investigation. The pilot study consisted of interviews that were
open-ended, loosely structured, and focused on general séhnsling
background, significant influences in the decision to teach, and general

perceptions of teaching. Based upon the pilot interviews and previous

(Becker et al., 1961; Lortie, 1975), an interview schedula was constructed
for use in the primary investigation.

Interview sessions that ranged from one to two hours in length were
tonducted with the remaining 21 participants., Through the interviewing
process, the researcher attempted to construct a story of the development
f each individual as a preservice teacher. The interviews vere similar to
that Levinson (1978) calls biographical interviews and generally followed
the eségbiiéhed interview schedule, but were sensitive to and probed

.ndividual respondents' replies. The interviews focused on the development
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of Ehé'indi#iéualé' teaching perspectives over Eimé, parﬁicula:ly‘dufing
the university teacher education program. ALl interviews were tape
| recérdéd and transcribed. The transcribed interview daé% were analyzed
using a modified version of the constant comparative method of data
anslysis (Glaser & Strauss, 1967; Miles and Huberman, 1984), 'Daca
;éﬁeg@:ies and patterns were identified, defined, and then compared across

individuals and groups. The patterns and categories of data were

',cantinuausly;tefined or linked to other classes o ::zsams=i. In order to

add meaniﬁg to the coding process, marginal ress- = were used to
péinﬁ 6ﬁt impnrtanﬁ issues that codes might *z=: - ~rapritec.and to
'suggestlﬂew interpretations, leads, and comss :icia be -wen oad among
éar:iculs: categories,

Respondents participated in follow-up ist=rvisws, where the researcher
shared specific patterns that emerged fros .= Stads 45 well as tentative
conclusions., The respondents were given zn pe iuaiiy to confirm, modify,
or challenge the information in a summary -° © - -tzdy's preliminary
findings. The major meats through which the credibility of the findings
wag established included: (a) triangulation techniques, including a
variety of data sources (audio tapes, transcriptions, follow-up interviews,
brief written biographical surveys), (b) field notes and research Journal
of the researcher, (c) member checks (i.e., the clarification of questions
and responses during and after the interviews, and the sharing of interview
transcripts, working hypotheses, and interpretations with respondents),

FINDINGS

The data analysis resulted in perspective profiles of individuals and

; samplé groups. The profiles are based on a grounded framework, that is,

the majgé components of the teacher perspectives as presented in the

6.
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prafiles'wéEEfnét‘based upon a predeternined framework, but emerge during
- the data analysis. |

#

The four majaf components of the teacher perspécsivés profiles
beliefs abauﬁ the role, function and practices of teachers, (c) views on
;he prn:ess of learning to teach, and (d) conceptions of the nature and
pUFpDSE sf sncial studies education. The paper presents findings regarding
each of shese components. The following selected Qbservaciﬂns are
representative of findings regarding the latter two components of

preservice teachers' perspectives.

The setting of the s:udy was a large midwestern public university.
The university offers 34 prograus for undergraduate education majors and is
accredited by the National Council for the Accreditation of Teacher
Education. Graduates of the secondary social studies education program
;feceive a comprehensive certificate that allows them to teach history and
the social sciences in grades 7-12. During the 198&—1935 academic year the
social studies education program accounted for 7.7% (55 of 717) of the
graduates of the college of education.

The teacher education program is heavily field experience oriented,
The college offers an early experience program to orovide prospective
eduéaticn,majars the opportunity to explore teaching before applying for
admission to the college. The freshman early field experience program
(FEEP) provides prgspezcivé teachers the aﬁpa?zuﬁity to work in a school
setting Ear 16 hours a week throughout a ten week quarter. Field

experienees are supplemented by a weekly on-campus seminar.
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' The pféﬁéssianéiie&ucatian requirements include course work in

foundations, introductory pedagogy and educational psychology, and special
methods EQBfSES-,VAfEEf admission to the college, students continue. their
field’expesignce by enrﬁliing in the professional introduction program
(PI); This squen:e of two 6-quarter-hour courses is designed to introduce
'fy studéﬁc$‘ta the study of teaching at all grade levels. The emphasis of the
PI prpgréﬁ;—the concepts, skills, and problems of teaching--is supplemented
: by?lZDﬂglagk hours of field experiences. After completing the second
cauréé in the PI sequence and appropriate courses in their teaching field,
kstudehcs are eligible to enroll in the social studies methods course
sequence, Following successful completion of the social studies methods
courses, students may enroll for student teaching, which is conducted over
a 10 veek quarter. The distribution of course requirements in this program

is similar to the typical secondary education programs found at other

teacher education institutions (Kluender, 1984),
requires more field experience and course work in the teaching field and
less course work in the liberal arts than the average secondary education
program. Figure 1 graphically illustrates this comparison,

Preservice Teachers' Perspectives

The data of this study support the hypothesis that teacher
socialization is a dialectical process. Thé development of paftiﬁulaf‘
Eeaeherrperspectives by preservice social studieé Eeaéhers is an outcome of
the suéiaiizatiaﬁ process and evolves from several sources of influence.
The development of preservice teachers' perspectives is affected by their
§f2532v1¢e teacher education experiences, but the changes in their beliefs
aﬂd’aﬁti;udés that occur are not deep internal changes. Teachers'

-perspectives seem to be the result of three separate sets of forces: (a)
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:bthe saaial stfuctufal variables pfnspective EEaEthS encounter in
”univefsit;es and s¢houls, (b) the indlvidual's pérsanal hiagraphy. and (E) S
the individual's active mediation of the intera;t;an bgtween the firsc two
sets of variables. A major finding of this study was that an individual's
teaching perspective is the ﬁreduct of his or her interaction with the
social sﬁructufélyelemen:s of the schools, university teacher education,
and his ar‘her personal biography.
~ Social structural variables determine the program organization of
k:ea;her edu;atian. the perspectives the preservice teachers are exposed to
Vin field experiences, the type of experiences the preservice teachers are
’allawed to have, as well as the knowledge and skills they acquire during
their university education. Social structural variables also include
experiences preservice teachers had as pupils in elementary and secondary
schocls, where they closely observed the actions of ceachers for many
years. Personal biography of the individual also functions as a struatural
variable, placing certain constraints on the individual's actions and
beliefs in light of past experienéES,

Preservice teachers were not found to be passive recipients of the
constraints placed upon them by social structures. Instead, preservice
teachers were found to be mediators and creators of values, playing an
active role in the construction of their own identities as teachers. |
Preservice teachers play a part in the resistance to and transformation of
the prevailing ségial structures, This dialectic between iﬁdividuals and
gsocial structures is illustrated by the existence of several interactianal
processes including: (a) role-playing, (b) selective role-modeling, (c)
impfessian management, and (d) self—legitimatian.l Through this

- dialectical process, preservice teachers developed theories of action or

o]
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~vaer5§ecti§es;ﬁhétfguidéd.Eheif actions as teachers. The remainder of the

e  *paper5is'devcted‘Eé'désgribiﬂg the nature of the teaching perspectives held

£
l‘ ¥

by Ehekparzizipants in this stﬁdj,,
The interview data prnducéd information regarding the teacher
kif pérspectives af_:ésééndehts as they related to four general areas: (a)
"mctivatiaﬂs for teaching, (b) images of teachers and teaching, (c)
" conceptions of thgygatufelahd purpose of social studies, and (d) the

 process of learning to teach,

Motivations for Teaching

In Lortie's (1975) study of the schoolteacher, he identified six
attractive elementsinf the work of teachers: working with young people;
pride in perfafming;impaftant public service; ease of entry, exit, and re-
entry; time compatibility; modest material benefits; and psychic rewards
resulting from student achievement. Of these six motivations for teaching,
only one was mentioned by more than 25% of the respondents in this atudy,
that is, working with young people (by 61% of the respondents). Some
representative comments by respondents include the following (codes
following interview excerpts identify individual respondents and their
:statua in the program):

I would like to feel like I had a part in the outcome of

students.,.that I had some kind of influence over kids...to be there

when they needed someone. After all, they are in school six hours a

day....I think they [the students) would become your family after a

while. (FEEP/3)

I get personal gratification out of helping other people and I feel

great when I help somebody else understand things....As far as the

kids are concerned, I really enjoy being around people-~younger kids--

because the thing I have realized now that I am in college is that
they are going through the same stuff that I went through and they

have a lot to expect in the future. So, I'm trying to help them get
their act together. (FEEP/4)

10
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~In addition tawﬁgtk;ngrwith young people, a strong desire to stay
ihvélﬁéd"éiﬁhvﬁhe subject area (almost always identified as ﬁistary; not
social studies) was expressed by the respondents. ;
I saﬁHEEachiﬁg as an opportunity te continue learning about history
and, not only that, but, to use whatever talent I may have toward
. historical interpretation and to be looked upon by students who might
~ be interested [in history] as somebody who knows something. (SSM/4)
I am interested in the subject matter....My personal library is about
history and social sciences...and I've been interested in it since
junior high...I've been interested in learning all my life. I don't .
- want it to stop once I walk out of here with my diploma, I am hoping
that I could give somebody a spark so they would want to learn for the
rest of their life--not just in my class. (ST/1) ' S
I guess the largest attraction was being involved in something that I
enjoyed-—-something that I enjoyed hearing. History and geography were
the primary attractions. I realized there were a few things vou would
have to do outside the Classroom preparing, but I thought that would
be something I would enjoy preparing for since a' lot of my spare time
I spend doing that anyway. (SSM/2)

In addition to the motivations described above, respondents noted

absence of manual labor as attractions of teaching as an occupation.

For most respondents, there did not seem to be any specific event or
series of events that resulted in a desire to become a teacher, although
respondents generally described elementary and secondary school experiences
as being positive, especially with regard to their success in social
studies courses. Few had had experiences working ﬁith young peap1g prior
to entering teacher education. Ten of the respondents had entered college
with a major other than social studies education and six of the respondents
were in college to retrain, after having careers outside the field of
education (including: law, communications, cantrg;ting. criminal justice,
military;'and heavy industry). For those involved in an effort to retrain
. for a new :gEEEE; the most often cited reason for the change to education

was the‘perteivéd opportunity for more job satisfaction.
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IE wasn't so much a negative reaganse toq x:he p:évicus career, but

. there may have been Eﬁme-!-I doft knoww....I wasn't that dissatisfied
with:.a law career, it's just thil didzn't gee myself doing that for
20 years. I wanted to get Sofellily whssere you get more satisfacticm
out of [what you da] -Maybe it to edo with working in that segment j
of the law; I wasn't real satigll witEh the work, (55M/2) e

For those r:.hanging careers ta become teaahérs, the “eased entry" (Lortie,

1975) gf the p:ofessian was frequentls fa;taf in che:.r de isions. The

re;atlvely shart time needed to besumecertliied and the perceived lac:k Qf

arduousness of the teacher educa;iatg program_ combined with the oppgrtunity B
to wa:l: in a career that would Dm\fide pmfezsional Eulfillment atl;facted |
these ind;viduals from what were, in gme ea%es, h;gher payiﬂg and more
prestigious jobs,

In _summary, the strongest motivallng fomsr becoming ;eachers seemed to
come frcm the respondents' desirea tointinume their studies in the scn;ial
scienees.particularly history, For mt, thmere was no "conversion"
experience, but past success in schoo), par!:i&{ularly in social studies
classes. was a positive influence.

Inages of Teachers and Tesching

Included in descriptions of theirprcepmeions of the role of teachers

were respondents' images of themselvesss tesc—hers. These images pft:ifide
an interesting linkage to the respondats' momeivations for teaching, as
well as the influences of the teacher Hicaticon experiences and past{é:ﬂael
experiences (which will be discussed lr in this paper). The expfessed
images of self as-teacher fall ingo btim cate==gories: teacher-as=- .
counselor, teacher-as-expert, teacher-wrole model.

The teacher-as-counselor image wainpresmsed frequently by those

o respondents that identified the desirel wvorke= with young people as their

motivation far teachingi

You are with these students for shhours= a day. You have got to
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relate to their problems, They have got more wild things coming up
that you have got to be able to handle and realize,..be prepared to
deal with, (PI/2)

Relating to the student when you are not teaching. Being there like
a...I don't want to say counselor, but someone there that they can
talk to, that kind of role. Just someone there for the students to
talk to. Be a type of teacher that the student can look up to, But,
yet they/are having a good time and they are learning right along with
it. (PI/4)

I think you have to get close to the students,,.have more of an
openness, Be on more of a personal or friendship basis. (SSM/5)

You want to make yourself available. Sometimes I feel you have got to
get away from the atrict teacher-student thing. You have to make
yourself available for other things...to talk about other
things,..other problems, not alwaya achool. (SSM/1)

Sometimes surrogate parent, Sometimes priest-confessor.
Disciplinarian.,.which is what I didn't like, but had to do several
times. Authority figure..ithey have t¢ have some respect for
authority. I wouldn't want to be seen just as a vacuous little
vehicle spitting out knowledge. (ST/1)

Other respondents imagined their role as teacher a< being the person
that facilitates the discovery of new knowledge on the part of students,
and serves as the "expert” in his or her field.

{My role as a teacher is] basically to introduce the student to

learning that particular discipline...history., To get that class or

student involved in that for 48 minutes or however long. Hopefully
they will come away with something. Not every student has to walk

away from every subject overwhelmed with it....I don't think it is a

teacher's job to make the students feel good about themselves, That

is not part of the job description in my bock. (SSM/4)

Several respondents imagine their role as teacher as being a role B

model for the students,

13
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Many times student sce you as a role model. If you are dreased up

nicely and neatly everyday...know the material and come in and act

professionally., They might not get thig at home and it 19 good for
them to see a network of teachers that hopefully are like this so they
will know who the professionals are in the real world and who they
are. T think it is good to have people look to you as the role model.

(ST/5)

I think it is a chance to mold and shape people and a chance for

social immortality, that 1s, to pass on something of youregelf to other

people...to make an impression. (ST/2)

Respondents were given descriptions of three types of roles teachers
may take with regard to the achool curriculum and asked to ‘dentify the
category that would be most representative of the role they would take in
the classroom when they began teaching. The three role descriptions were
labeled: "teacher as technician," "teacher as modifier," and "teacher as
creator," Three identified the "technician" and only one chose the
"creator" category. The remaining 17 respondents described themselves as
curriculum modifiers, that is, following the textbook and the graded course
of study and supplementing where they felt the need. All but one
respondent noted that being a curriculum creator would not be a realistic
goal for a beginning teacher, because of a lack of confidence regarding the
mastery of the subject matter and the fact that beginning teachers should
not be viewed us "new people trying to change the system."

I like structure. I like to be in an environment where things aren't

flying around. Where there is a chain of order and some guidelines

pertaining to curriculum and materials, but I like to have the freedom
to be able to modify and change things as I see fit. I don't want to
deviate terribly from the established order or cause a revolution.

(8T/2) '

You have got to go a little bit by the book until you get your feet

wet and see what works., I think to be truly creative you have to have

been there for a while, know your work, and have seniority. I think
if you go in there right away [and become a creator of curriculum]

they'll say this person can't follow directions or anything., It would
really be suicide in that case. (ST/5)

14
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I would want to place myself in the curriculum creator category, but I

think when T first get out I'm going to be so scared and I'm going to

be afraid to go off and do my own thing. Other teachers [may be]
talking about and criticizing me, I haven't been there long enough.

[as a beginning teacher] to do some things that they might not appréve

of, 1'm not that daring., Maybe later on, but I think my firast year 1

would probably want everything just so-so and by the book. (PL/4)

When preservice teachers described their beliefs regarding appropriate
teaching strategies for secondary social studies classroom, the emphasis
was on avoiding techniques that would be "boring" for the students., The
focus was on using a variety of strategies and incorporating the active
participation of students through group work, aimulations and games, or by
allowing the students to participate in choosing the topics of study,

I would hope that I would go to other sources and get different ideas.

I would not keep the class strictly structured, but allow for some

change...do something new and add variety to my classes, (FEEP/3)

I think I would be a good teacher because I wouldn't stick to just one

pattern. I think if you had the same thing day after day it would

become the most boring thing...it would be boring for you and your
students. So I would try different techniques and approaches and if
something doesn't work you have to keep on going because if you are
doing a lecture and you see your lecture is putting half the people to
sleep, you can't be afraid to change. (ST/5)

Comparing the respondents’ stated beliefs about teaching practices and

an analysis of the actual teaching strategies they used during field
experiences illustrates a contradiction between respondents' stated beliefs
and actions. All 21 respondents relied primarily on a lecture/recitation
format when teaching in university sponsored field experiences.
Respondents did supplement their lectures with other methods including:
films and visuals (62%), small group assignments (24%),
workbooks/worksheets (19%), and simulation/inquiry methods il&Z};z

In summary, the respondents possessed distinct images of themselves

has teachers and had clear-cut ideas of the role they would play in the

classroom. The most frequently described teacher images were: (a)

15
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teacher-ag-counselor, (b) teacher-as-expert, and (c) teacher-ns-role model.
Rozpondents typically described thelr role as a teacher as being a modifiet
of the extant curriculum, although, many eyprasged the desire to develop
skills that would allow them to be more creative and produce their own
curriculum materials. The data also illustrated inconaistencies regarding
respondents' actions in field experiences and their stated belicfs about

appropriate teaching practices.

Throughout the intervicws, respondants expressed beliefs and ideas
about what social studies ia and why it ought to be taught., Respondents'
conceptions of the purpose of social studies in the school curriculum could
generally be grouped into two categories: (a) transfer of cultural
knowledge to younger generations and (b) development of students with a
well-rounded knowledge base and the ability to think critically. The
latter of these two categories was the most commonly mentioned purpose of
social studies in the curriculum., Many respondents noted that social
studies held a unique and important place in the school curriculum as a
forum for the expression of student ideas and beliefs and the critical
examination of opinions held by other people. Their statements regarding
the purpose of the social studies many times revealed naive conceptions of
other subject areas.

One of the most essential roles for the social studies teacher is to
get the students to think...not just learn whatever the subject matter
is, but to think behind the causes [of an event] and how it has a
bearing on our lives today. How what they learned from the past can
be applied [todayl....As far as getting students to think critically
about society and the role of society, I guess that's primarily the
responsibilicy of the social studies teacher. It wouldn't apply as
much to math or physical education. (SSM/2)

The difference between math and history is that courses in the social

studies go beyond the classroom and classroom learning. You deal with
government, you deal with how you are going to relate and deal with

18
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society after you have gone out of the classroom and in that regpect

social studies does have a larger role and a greater responaibility
than, say, a math or a science class. A social studies teacher can be

a great influence on a student's way of looking at the outside world--

above and beyond the other things that he is influenced by, like

television, the home aituatlon, or friends., (ST/2)

[Social studies teachers] have more of a chance to create dissonance--

there is more of a chance to make the kids think, "Oh gee! Why is

this happening? What can I do to change it? Why did the people let
thig happen?" (ST/1)

A small number of respondents (three) held the conventional view that
the purpose of social studies in the school curriculum was to pass on the
cultural content of the dominant society to the next generation. This
belief about the purpose of the social atudies was exemplified in the
following statement made by a student in the freshman field experience
program to justify the inclusion of social studies in the curriculum:

I just feel that everyone should have a certain background of the
country's history, the world's history. Where we have been and where
we are going and how we got there...the revolution. (FEEP/5)

As a result of experiences in the field, one student in the social
studies methods sequence decided he would not teach after graduation. He
expressed conce~n over what he characterized as the "wideupread" belief
that social studies should teach the values and morals of the dominant
society,

It seems to me that you are expected to conform to a certain value

system, and whether 1 disagree or agree with it is of no relevance. I

don't like the idea of teaching people what is right and wrong....I'm

not sure how to explain it..,.People have always expected the schools
where they send their children to provide some sort of social control.

I don't want to feel like I'm a factory stuffing kids into one end of

a machine and having them come out like something else....Communities

and school administrators--they want to teach more than just facts.

They want vou to teach values and morals. (SSM/4)

Preservice teachers seemed to have more difficulty articulating a
conception of what social studies is than they did in describing why social

studies should be taught. This is not surprising considering the ongoing




Tencher Parapectives
17
debate among social studies educators regarding this very question. Thoue
regpondenta expressing a conception of the nature of the social studies
(384) con be categorized into four groups: (a) those who perceive the
socisl studies as knowledge that is personally meaningful, (b) those for
whom the social studies is history, (c) those who see social studies as
part of an integrated curriculum, and (d) those who see social studies as
citizenship education. Only one respondent expressed each of the latter
two conceptions. Social studies as knowledge that is %ersﬂnally meaningful
was a conception held by those who placed emphasis on providing the
opportunity for students to explore their own opinions and the opinions of
others on isaues that are relevant to their lives,
[Social atudies] lets the student think for himself. Express himself.
Express his ideas, his values, Rather than [the teacher saying],
"this is what it 1s." (SSM/5)
[Within social studies] there is so much to learn and there is 30 much

that is applicable to real life situations. There are a lot of
conflicts in society and high school kids would be more interested in
something that they can see and read about every day instead of
something that is cut and dried-~like math. In social studies, you've
got to let kids express themselves. You don't have to have a ripit or

wrong answer. (SSM/1)
The conception of social studies as history also yielded a surprising
glimpse of the nature of history as conceived by the respondents.

A history teacher pretty much has it set,..there is no way his lesson
plans are going to change, History is history, but I think each year
he should bring about a new way of doing it. Not just use the same
lesson plans every year. (PI/4)

In history, there is nothing you can change There is very little
deviation. (FEEP/3)

I would say social studies is less open to question in general than is
science, There are still going to be questions. There are going to
be people who have never experienced the lesson. I guess with social
studies you don’t have to have quite as open-minded as you do in
science....Social studies, I feel, is pretty much cut and dried. It
has happened, It is not going to change. It has already happened, so
let's work on it....The question is: How did we do it, and what were
the battles involved? (FEEP/5)

18
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In summary, a majority of the respondents described the purpoase of
social studies in the school curriculum as being elther (a) to tranafer
cultural knowledge to younger generations or (b) the éavelcpmgnt of
students with a well-rounded knowledge base and the ability to think
critically. Respondents experienced difficulty in describing the nature of
the social studies. The two most frequent conceptions of scecial studies
exprecsed by the respondents were (a) social studies as personally
meaaingful knowledge and (b) social studies as the study of history,

Perspectives on Learning How to Teach

Four areas stand out in the analysis of respondents perspectives' on
how one learns to teach. These areas include: (a) the change from a
student-perspective to a teacher-perspective, (b) the perceived knowledge
and skills requisite for succesaful teaching, and (c) responses to the
teacher education curriculur.

From student to teacher perspective. In 1975, Lortie described the

years teachers spent as students in elementary and secondary schools as the
apprenticeship of observation. During his or her 16 years of general
schooling and over 13,000 hours of contact with classroom teachers, the
prospective teacher has developed a definite idea about the nature of the
teacher's role. Lortie acknowledges the limitations of this
apprenticeship, due particularly to the fact that the student views the
teacher from one particular vantage point--a point that does not offer
insight into the problems of teaching. The student is the "target” of the
teacher's actions and, therefore, as Lortie points out, takes the

perspective of an audience viewing a play the student is not privy to the

goingas on backstage.
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I still haven't looked upon myself as being a teacher. My primary
concern is still as a studenc, (SSM/4)

It's [teaching] hard because 1 when got up in frott of the class I .
felt like I was a student too and I felt like onz of them. But, I
would like to think that in professional courses I would feel more
like a professional. I would feel more like I was part of the work
force. (FEEP/3)

When I approach the classroom as a teacher, I look at things to point
out to students,..where as a student, I look at it as some thinga that
I want to learn myself....You have to have a broader perspective [as a
teacher]. (FEEP/5)

[As a student] I would say I was Just part of the crowd. I wasn't
different from anybody elase. Being a teacher, you are the head
honcho. You are in the classroom and you've got to keep everything
going. 1It's going to be hard for me because I am kind of shy and I
kind of keep to myself. It's going to be hard letting myself out and
trying to get those kids involved. I will have some problems there,
but that is just going to take time, (PI/4)

I've seen things from the other side of the desk. I've seen some o'
the things that I thought I got away with as a student and [now] I
don't think I did [get away with it]. Looking over someone's paper or
passing notes or talking. Teachers are real people too. They have
more going on in thelr lives. Teaching is a lot of hard work. It is
a lot harder that I thought it would be. (ST/2)

Interpreting the classroom from a teacher's perspective was a problem not

limited to preservice teachers in the earliest stages of their professional

education,

Perceived knowledge and skills requisite for successful teaching. The

type of knowledge considered most important for a successful and effective
social studies teaching experience, by the overwhelming majority of
respondents (86%), was a command of content area knowledge, particularly
ristory and the social sciences. But many respondents also felt that a
broad exposure to other content areas--in essence a liberal arts
jackground--was a requisite for all teachers.

History teachers should know history very well. I mean it is

something you should keep abreast of. Never say, "Well, I know

enough, I've taught three years and I'm going to use the same

outlines. Kids will ask the same questions, so I'll never have to
study any differently." I think it is something you always have to
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update, especially with kids today getting smarter. (ST/4)

I feel that a younger teacher without a | subjget background would

be more apt to be criticized because of the simple reason that he

might be afraid somebody might pop up a question he couldn't
answer...A well prepared teacher, I feel, is more respected by the
students. The students are more apt to respect and want to learn from
some one that is well prepared. (FEEP/5)

While almost all the respondents were convinced of “he primary
importance of mastering the content area one was planning to teach, many
also pointed out that expertise in a subject area did not necessarily make
one an effective teacher, To illustrate this point, several mentioned
university course work in whlch the instructor obviously had a strong grasp
of the content, but was unable to convey a similar understanding to the
students, The abilities to "relate to students", "have a caring attitude",
or "be able to communicate ideas", were mentioned by 90% of the respondents
as the first or second most important skills to master for success in the
classroom.

I believe that being able to understand students is the most important

thing because the knowledge is there in the text and I could go

through a chapter and write down the notes that I would need to teach
the class. You do not necessarily have to know the facts, but being
able to communicate with the students-—-interact with the students—-
would be more important than just conveying facts or knowing the
facts, (FEEP/1)

Respondents frequently described personality characteristics instead
of specific knowledge or skills as critical to success as a classroom
teacher. Qualities considered important included: tolerance of dissenting
opinions, flexibility, sensitivity to others, enthusiasm about work, and
creativity. Only three respondents mentioned the importance of teaching
techniques used (including two student teachers and one social studies
methods student) and only two mentioned the importance of classroom

management abilities (one of which was a student teacher). Emerging from

the respondents' discussion about the requisite knowledge and skills of
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teaching was the widespread belief that personality characteristics were
more important to success in the claasroom than any particular knowledge or
skills that might be taught during teacher education.

I think your personality is going to make you a better teacher than
all the knowledge in the world, I really do. It's a talent
[successful teaching]; I think it's Just as much of a talent as is
being a musician. You can learn all kinds of technical things, but if
you don't have the talent, you can go ahead and play the notes, but
you're not going to hear the same soul.,..It doesn't matter how many
times you send someone off for training...,it's not going to change
their personality...I don't think you can totally learn to teach, I
think that a lot of people just couldn't do it. T think it has a lot
to do with your personality....You have certain potentials, certain
capabilities.,.s0 if you don't have it, no matter what the universicy
does, they're not going to make a teacher out of somebody who really
should be wearing a lab coat and locked in a room somewhere with test
tubes., (S8T/6)

Teaching and learning to teach were portrayed as very personal,
individualistic, and natural processes. The key to learning to teach for
most respondents was to "know yourself" and have the ability to draw upon
natural abilities (personality).

I think teachers should have a basic insight into themselves and other
people. They have got to know themselves and know their abilities,
their limitations, their prejudices and be able to effectively
communicate what it is that they are suppose to teach. (SSM/4)

Personality...I know that has got to have a lot to do with being an
effective teacher., A lot of the things I have done in the classroom
was from my own experience as a parent. A year ago, I probably
couldn't explain why I did those things. Now that I have read the
textbooks for my education courses, I can give formal names to what: I
did. (PI/2)

They asked us what we thought a teacher should do [in certain
situations] and everything everyone said was right, I agreed with
everything they said. It is going to be different for everybody. No
one is the same. No one is going to teach the same way. No matter
how much I want to be like the cooperating teacher I had in FEEP, I'm
never going to be exactly like him. (PI/4)

In summary, the requisite knowledge and skills of teaching were
conceived as being highly personal and individualistic. That is,

respondents viewed the knowledge base of Eéaching as being relativistic and
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individualistic. A utilitarian perspective dominated the reapondents’
beliefs regarding teaching., The attitude cxpressed was,, "what is right isg
what works for you and what you feel comfortable doing." This attitude
seemed to be cncouraged by the discussions often held in teacher education
courses, in which students freely expressed their beliefs and ideas
regarding teaching and learning without having their statements critically
examined by the instructor or other prospective teachers. Field
experiences also contributed to this point of view by encouraging an
apprenticeship orientation to the classroom that stressed mastery of
instructional and management techniques while de-emphasizing any critical
examination of what was done in the classroom.

Responses_to_the teacher education curriculum. Preservice teachers'

expectations for what they would encounter in the teacher education
curriculum were either negative or non-existent, Lanier and Little (1986)
have noted that low and/or negative expectations of teacher education,
"reflect an awareness that teacher education is easy to enter,
intellectually weak, and possibly unnecessary" (p. 542). Several students
in this studyiscated that they chose teacher education as a major after
they had difficulty in other disciplines. FEducation was "supposed to be an
easy major." The following statements reflect the generally low level of°
expectations many preservice teachers had of teacher education upon
admission to the cciieée gf education.

I really wasn't sure what to expect. Because the more I thought about

it the more I wondered what it could be all about. So I kind of went

into it without expectations. (SSM/4)

I thought [teacher education courses would be] more or leas like other

classrooms where we would sit down and the teacher would say, "this is
what I did and this is the best way to do it." (SSM/1)
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L didn't know [what to expect], I really didn't know., I really
wasn't well-grounded as to what to expect., I thought it would be a
lot harder than it was. (ST/2) ’

I was expecting a list,..a teacher should do this, a teacher should do
this,... (PI/4)

It should be noted that expectations were much lower and more negative for
the course work than for other parts of the teacher education program,
particularly field-related experiences, Low initial expectations were not
significantly improved until students reached the apecial methods course
work in social studies, which was the most valued portion of teacher
education course work. Respondents reported high expectations for student
teaching as well as other field experiences. (Other aspects of the
curriculum of field experiences will be examined later in this section.)
General methods and foundations courses (such as the professional
introduction to education sequence) were characterized by the majority of
respondents as much less useful than the social studies methods courses.
The major complaint regarding general methods and foundations courses was
that they did not provide information that was readily applicable in the
secondary social studies classroom. Respondents felt that although the
courses addressed important issues, they had not acquired or practiced any
skills that would make them adept at handling typical classroom problems
and events.
I don't think I learned how to discipline in the course. We learned
that it was considered the number one problem in education, but not
really how to deal with it, I don't even know if it's possible to
teach that..,.It's hard to understand how these courses relate to
teaching in the classroom. Some of it seems like theories you'll
never use, (PI/5)
I haven't learned a whole hell of a lot in my education classes....One
class provided a perfect example of talking generically and talking
specifically, There is a potential that in my classroon there will be
children who have special needs....This was a perfect opportunity to

talk to us and to say, "look—if you have a kid who has a hearing
problem, you might want to think about taking these steps...." I would

24
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have liked to have seen some things like, "These are signs that
indicate that a child doean't hear well" and "Here are some things
that you can do to make that child's education egsier." Instead we
went through elaborate justifications for the mailnstreaming laws..."
(5SM/3)

While the social studies methods courses were generally accepted as
"more practical," respondents felt that they could be even more so by
examining specific pedagogical situations instead of focusing on theories
of instruction supported by isolated examples. Many of the students
described a curriculunm laboratory approach to teaching social studies
methods as one way of making the courses more easily applicable,

Somewhere along the line, every social studies teacher is going to
have to teach the history of the United States....I don't see any
place in the college of education that gives me any idea of how to do
that. The college seems to be [focusing on] how to deal with teaching
on a generic level...they seem to be afraid of talking about
specifics....I want to have a methodology and it's fine to talk about
reflective inquiry and give examples....But, I'm not so sure of how to
adapt that to teaching about the American Revolution. Sure, I see a
little, I see individual things emerging—we can use a simulation--but
what about pulling it all together? I see those [examples] as little
notches along a straight path....We have to come back to this because
I haven't been taught to tie all of that together into some kind of
methodology. (SSM/3)

Tt's not specific enough as far as.,.Okay, here's a world history
unit, you can approach it this way or this way...Okay, here's a psych
unit, you can approach it like this or you can approach it like this.
I mean, you just never get anything specific. It's just, well, you
should use some transparencies if you feel like it and there's always
film strips,...In addition to having a methods textbook that says here
are some different methods, you can apply them yourself, it would -be
nice to have a high school textbook....I think if you had the kind of
course work that says here's an American history book and now we're
going to use our theoretical methods and work with this material
beciuse it is what you have to do in real 1ife...that would be great!
(ST/6)

Only two respondents felt that more teacher education courses would be
beneficial. Respondents generally failed to acknowledge the importance of
mastering the empirical knowledge base of teaching. Two of the six student
teachers in the study did admit that upon :empleting their student teaching

quarter, they had a better understanding of the relevance of topics
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discussed in all of thelr teacher education courses. As one student teacher
put it: :

At the time I was taking it (teacher education course work) I didn't
think I was learning that much from it. But, now that I've completed
those classes and my student teaching, what was said makes so much

more sense, and it helped me g0 much in my student teaching....(ST/5)

Field experiences dominated preservice teachers' descriptions of how
they learn about teaching.

Learning how to teach is getting actual experience--talking in front
of the class of students, plus learning the right techniques that can
be used, TIt's learning how to communicate with those students on a
level they will understand. (5SM/2)

The way I learned how to teach was I had to apply what I learned in
the courses. I remember reading about this and being lectured to
about it and now I have to sit down and actually do it, Reading about
is was good, but doing it was better. (ST/1)

The reasons given for the significance of field experiences in
learning how to teacn varied. Field experience provided preservice
teachers with the opportunity to: (a) evaluate their interests in
teaching, (b) test out and practice their abilities as teachers, (c) begin
developing a teacher's view of the classroom, and (d) experience concrete
situations that could be linked to the abstract notions discussed in course
work., Each of the following comments from respondents illustrates one of
thege reasons for the significance of field experiences.

I went into FEEP not knowing if I wanted to go into the education
field or not. I just wanted to try it out. I came out of there
thinking this is what I really want to do. (PI/4)

[Field experiences are significant] because there you are doing it.
You learn directly from your mistakes. You see your mistakes much
faster. I felt a lot of times in the classroom situation [at the
university] a lot of the issues were based on opinion. Your answers
were based on your opinion and it is easy to do that in a classroom.
Anybody can fake that, as long as you know how to articulate in a
clear-cut fashion. You can write the greatest essay in the world and
it may mean nothing, but in the classroom it's a different story.-
There is nowhere to hide. If you goof-up, you goof-up. I think I
learned faster and I realized my mistakes quicker [in the field]. I
really made a lot of mistakes in the classroom in terms of opinions

\la 26ﬁ




Teacher Per:aectives
26

that weren't well grounded and I hadn't realized them yet, (ST/2)
Well, you see it from a different perspective thaa the students do,,
even thought you went there for four years in high aschool. And, you
see a differcnt light sitting on the side [during field experience]
and not having to listen to the teacher's material. You can see what
he does to handle the problems and what he's facing in grading papers
and making up tests. How much material he has to cover in a certain
amount of time. And, you also have the pressure of knowing the
material that you have to teach. You get a close look at what they
[teachera] know and what they go through. (PI/5)
During field experiences, 1 probably had avery--well maybe not every
imaginable situation occur while I was either in front of the 7
classroom or observing a clasaroom. That meant something that 1 don't
think they can tesech you hera [at the university]. What to do in this
or that situation. It's spontaneocus--you can't take the time, like in
education courses, to read over someone else's notes or read a book on
what they did or something like that, (55M/1)

Field experiences were found to vary greatly from person to person,
even within the same fleld experience programs. These program
inconsistencies seemed to be a function of the particular classroom/school
gituation within which the experience occurred and the particular
personality or method of the cooperating teacher. For example, dramatic
and sweeping differences existed in responsibilities for preservice
teachers in FEEP. While the official purpose of FEEP was to enable
preservice teachers to observe and take on minor teaching roles (usually
including clerical tasks and teaching a few lessons during the ten week
experience) three of the five respondents taught between 20 and 30
individual lessons. Because of the wide range of experiences within this
one program, its impact on preservice teachers' perspectives was
respectively varied. For most respondents, a positive FEEP experience
served to confirm a career choice, for others the experience served as

evidence that they were qualified to teach, Compare the following comments

on the role of FEEP as assessed by two respondents; the first comment is

from ao individual who had taught only one lesson during FEEP, while the
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latter comment comes from a respondent who had led 20 losgons.,

The purpose of FEEP was just aeeing if that's what we really wanted. to
do, It was really an exploratory cxperience. We had a big meeting

after it wau all done and a couple of people said, "I don't want to

teach anymore.” I thought that was an important thing to find out.

(P1/5)

You can't really learn to teach out of a book. I thought it would be

easy. My first lesson I had memorized. You've got to do it [teach]

at least a few times before you can really master it, and then it's

easy. (FEEP/2)
For most respondents, the early field experiences were significant in that
from the experiences they confirmed thelr career choice and gained greater
confidence in their ability to act in the teacher's role.
teaching), the respondents had few options other than to follow their
cooperating teachers' guidelines. Some respondents were given the freedom
to decide on the appropriate teaching strategies, but the cooperating
teacher dictated the topics to be taught. Findings show that while
cooperating teachers had a significant influence on the actions of
preservice teachers in early field experiences, they had much less of
influence on their perspectives. Respondents pointed out that in early
field experiences, they followed the instructions of cooperating teachers,
although, in many cases, they did not agree with thenm.

The student teaching experience presented a different set of
circumstances than did the early field experiences. Student teachers were
allowed more independence and the experience was perceived as more
evaluation-oriented than exploratory. The student teaching experience was
ratedkasrthe,mast valuable part of the teacher education program because it
allowed students to try on the role Qf prafessinnal,teacher. Several

respondents noted that preservice teachers must "?tovekthemseives“ in ways

unlike their counterparts 1n'§ther disciplings. The unique role of the
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education student is describe by two of the respondenty in the following
comments:

It's different in the sense that we have the field experience like the

people that are in the college of medicine. We have to go out and

prove ourselves and I know the English students don't have to do that.

The history students don't either. I was kind of depressed in a way

my last quarter. Most graduating seniors have a nice easy ride

through their last quarter. They don't have to push a lot of
subjects. They take their finals and get out. I had to go though

student teaching and that weighed on me fairly heavily, Boy, what a

way to gat out of a place., (ST/2)

My role as a student was different. I was active in most of the

methods classes,...we had to do things, you couldn't just sit there and

take notes....We had to actually prove ourselves, whereas in the
liberal arts you really don't have to prove yourself, You read and
write and that is fine. You don't have to really think, "Yeah, I can
be a liberal arts major," and prove it. In teaching, if you are asked
to prove it, you can, (ST/1)

In summary, the curriculum of field experience was found to be the
lost significant experience in respondents' teacher preparation. Practical
'xperience in the field allowed preservice teachers to address several
reas of concern including: (a) testing out interest in teaching as a
areer, (b) evaluating practical skills and abilities, (¢) testing beliefs
egarding teaching strategies and classroom procedures, and (d) providing
oncrete experiences to be linked with theories of education studied in
ourse work. Most importantly, it was a real live exercise in dealing with
uman learning-——the thing that was "just talk" at the university became the
eal thing in field experiences. It is not surprising that the only aspect
f teacher education that the respondents did not feel there was enough of
1s experience in the classroom,

This study supports much of what Lortie (1975) asserts regarding the
1fluence of schooling on the development of teacher perspectives,

nfticularly regsrding the naive, aimpliééi:; ahd'unproblemati; view of

raching that respondents had upon gntériﬂg teacher education, This was
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illustrated in the respondents' views on the requisite knowledpe and skills
for successful teaching (examined earlicr in this chapter), which vere
based more on personality than on pedagogical principles. Tt was also
illustrated, by what respondents unexpectedly discovered during teacher
education field experiences-~that teaching is hard work and that clerical
tasks take a significant portion of the teacher's time. Excerpts from the
following five interviews illustrate changes in beliefs about the nature of
teaching that occurred as a result of teacher education field experiences,

I discovered the work load was a lot heavier than I thought it would

be arnd that it takes more time that I thought it would., It is also

more stressful than I thought it would be, Even with the summer

vacation, during the rest of the year you work at it seven days a

week. Every night and every weekend and all day during the week,

(ST/1)

I didn't expect the long hours a teacher really puts in., When I was

doing my student teaching I was writing lesson plans and I was grading

papers, getting material ready to run off the next day, preparing
tests and I just really didn't realize all that was involved—-all the

tine....1 know it is a lot harder that I first thought. At first I

thought some teachers just teach strictly by the textbook-~[I thought

it was just] a piece of cake for them, No preparation or anything.

But, the ones that were real good teachers..,I could tell now the

preparation they had for class and I could go back now and point out

the teachers who were real good--they prepared themselves and I didn't
realize that before, (ST/5)

Preservice teachers do underestimate the problems and difficulties of
teaching and this can be traced to the limited, but strong, preconceived
beliefs that result from the apprenticeship of observation. Lortie couples
this finding with the negative evaluation of teacher preparation given by
participants in hisvs;udy and describes teacher education as having little
impact on teachers. However, while the underestimations of the
difficulties of teaching by preservice teachers supports the notion that
the apprenticeship of obgervation is a significant force in the

‘socialization process, it does not completely rule out the growth and

“development of teacher perspectives as a result of teacher education
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experiences. In fact, the "unexpected findings" reported above were the
result of field experiences under the auspices of a téacher education
program. The present study provides data that illustrate the greater pre-
entry to post-entry changes in teacher perspectives than Lortie's data
indicate. The data from this study indicate that although the influence of
the apprenticeship of observation is strong, the growth and development of
teacher perspectives during teacher education is influenced by teacher
education course work, field experiences, and the active role of the
individuals in mediating socialization forces, as well as the
apprenticeship of observation.

This study examined one setting in which preservice teachers are
engaged in particular roles. There are other broader ranging sources of
influence that play a part in the development of teacher perspectives that
have not been addressed in this research (i.e., the selection of teacheési
economic factors, etc,)- However, based upon the findings of this
research, there are several recommendation that can be made.

First, the dialectical process of teacher perspective development
illustrated in the findings above should be taken into account by reform-
minded teacher educators when planning revisions of the present eurtiéﬁlum
of teacher education. A better understanding of the dynamic of learning to
teach, based upaﬁ the insights gained from preservice teachers, can assist
reformers in the creation of a teacher education curriculum that is more
meaningful to the prospective, as well as the praaticing;'teaéher.

Second, a central prableﬁ of preservice teacher education, as it is

~ presently organized, seems to be that its value depends upon the preservice

:§§§§h9f_b§ing properly prepared to learn from it, Course work in teacher
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education should aim to make preservice teachers more aware of their own
past experiences and preconceived beliefs about teaching in order to
subject them to scrutiny. The goal would be not to disprove the relevancy
of past experiences, but simply to expose individual beliefs to critical
examination and discourage "personalized" versions of the teaching truth,
Teacher educators should work to break down what Lortie (1975) described as
the "intellectual segregation" between scientific reasoning and pedagogical
practice, Based upon the findings in this rescarch, it seems that teacher
education has failed to meet the ideal expressed by Dewey (1904/1964) that,
"criticism should be directed to making the professional student thoughtful
about his work in light of principles, rather than to induce in him a
recognition that certain special methods are good and certain other special
methods bad" (p.335).

Third, the roles and purposes of course work and field experiences in
teacher education also must be critically examined. Because of the ‘
importance of role-playing in the professional development of teachers,
field experience-based learning is the most significant event in the
preservice teacher's professional preparation. However, field experiences
pose several difficulties for teacher educators. As illustrated in this
research, field experiences promote a utilitarian perspective in presé?vi:e
teacliers. This utilitarian perspective is demonstrated in a "trial and
error” approach to teaching. Sanders and McCutcheon (1984) point out that
teachers rarely take actions that do not make sense to themselves, but that
preservice teachers are faced with two significant limitations when
performing in ﬁhe field: "(1) they are not able to perceive and inﬁefpfet
the prefessianally Eignificaﬂt featurés af Ehe situation, and (2) ;hey lack'

.the knuwledge that enables the prae:itiuner ta choose actions apprapriate
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in these circumstances for the purpose of producing desired consequences'
(pp. 4-5). '

For many preservice teachers, thé broader questions of the field, such
as the nature of learning or the role of the school in society, are
artificial and separated from the real world activitiea of the teacher aad
activities involving these broader questions are viewed as only important
as part of meeting teacher educatlon course work requirements. This
divorce between the scholarship and method of teaching should be addressed
through close coordination of the field and course work components of
teacher education., Dewey (1904/1964) noted that the twin problems of
developing an intellectual method of applying subject-matter and mastering
techniques of class instruction and management are not independent and
isolated problems. Unfortupnately, the present organization of the teacher
education program encourages the separation of these problems into theory-
oriented course work and management-oriented field experiences. Teacher
educators should strive to link the goals of mastery of teaching techniques

and provide a foundation for professional development.

experiences provided in preservice teacher education. While recent
comprehensive plans for the reform of teacher education have addreased the
integration of theory and practice (e.g., The Holmes Group, 1986), the
following selected recommendations regarding the implementation of theory
and practice in teacher education are made as a result of the findings of
this research. First, teacher education should provide opportunities for
‘the study and application of action research methods by preservice
Eeséhers.’ The action researﬁh cycle involyeskéiscﬁurse (planning and

retlection) and practice (observation and action) and provides a‘éEEUEtUFérkli
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for integrating theoretical and practical inquiry into teaching, Reggnt
literature on reflective or inquiry oriented teacher edugat;gn aLcempﬁs to
combine the elements of action research with teacher education (e.g., Ross
& Hannay, 1986; Tom, 1985), Second, organization of teacher educatioen
classes into cohort groups would provide a support network that respondents
reported missing from their teacher education experience as well as a
context within which to share analyses of their own and others' practice.
Fullan (1985) suggests that, "stimulating individual reflection in relation
to action, and collective (two or more people) sharing of an analysis of
this practice based reflection is at the heart of reforms in teacher
education" (p. 205). Lastly, a laboratory or clinical approach to teacher
education would allow preservice teachers in methods and/or subject courses
to work closely with classroom teachers and university teacher educators in
integrating the theory and practice of teaching. The goal of
laboratory/clinical teacher education would not be to give working command
of the necessary tools of teaching (i.e., techniques of instruction and
management), but rather to provide opportunities for action and reflection
(Dewey, 1904/1964),

There are major barriers to be overcome if these curriculum changes
are to be implemented and have a lasting impact on the profession,
including: (a) time constraints of baccalaureate teacher education
programs, (b) establishment of collaborative relationships between
universities and the schools, (c) reallocation of resources and
regponsibilities necessary to establish laboratory/clinical settings for
Eea:her‘edueacigﬂ, (d) staff develapment programs to provide training for

university professors and elassraem_teachers work in.the

- “laboratory/clinical se:ciggs, (g)hgrédés; inéuétiaﬁ teaching, and (f)
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carcer~long professional development.

These recommendations represent minimal igsues for congideration in
light of the conclusions of this study, What should no longer be ignored
is the active role of the individual 1in mediating the curriculum of
teaching. Excellence in the schools cannot be achieved without quality
teachers and quality teachers must have a platform for professional growth,
By recognizing this fact and providing preservice teachers with the initial
tools for professional growth and a support network for continued growth,

an important step can be taken toward the goal of excellence in the

schools,
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FOOTNOTES
1 See Ross (1986) for a complete discussion of the processes of

z

teacher perspective development observed in this study,
2 At the time of the follow-up interviews, several regpondents had
advanced from their course work into student teaching, As a result, the
follow-up interviews provided more information regarding the teaching
practices of these respondents. Of the five respondenta in this category,

three identified inquiry as a primary teaching strategy during student

teaching.,
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TYPICAL SECONDARY EDUCATION PROGRAM (KLUENDER, 1984)
40%
Genceral Liberal
Arts Education
Professional Curriculum

Studies and Methods

39%
Teaching Field(s)
and other Liberal
Arts Studies

Introduction to Eduec.,
Foundations and
Education-Related
Science

SECONDARY SOCIAL STUDIES PROGRAM INVESTIGATED

30%
General Liberal
Arts Education

13%
Field
26% Experiences
Professional
Studies

Curriculum
/" and Methods

442
Teaching Field(s)

Introduction to
Education, and
Foundations

Figure 1: Comparison of Secondary Social Studies Program Investigated
) in this Study with Typical Secondary Education Program




